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RESUMEN 
En Colombia la población de no-oyentes está accediendo cada vez más a la 
formación universitaria con el objeto de competir laboralmente y por mejorar sus 
condiciones de vida. Los no oyentes han encontrado en este proceso que como 
parte del Plan de Bilingüismo Nacional, todo profesional debe graduarse con un 
nivel de proficiencia mínimo de B1 en inglés, de acuerdo a la escala del Marco 
Común Europeo como referencia para las lenguas (MCE). Lo cual los incluye en 
los programas desarrollados por las universidades para alcanzar esta meta. El 
presente estudio se propone describir las prácticas comunicativas que promueven 
y facilitan el desarrollo de las habilidades de lectura y escritura de dos estudiantes 
no-oyentes aprendiendo inglés como lengua extranjera en el contexto de 
integración con estudiantes oyentes. Además revelar si las condiciones de 
aprendizaje dadas promueven y facilitan el desarrollo académico y social de los 
estudiantes no oyentes. Este estudio se llevó a cabo en una universidad pública 
del eje cafetero a dos estudiantes no oyentes de dos diferentes programas 
académicos y que asisten a los cursos ofrecidos por el Instituto de Lenguas 
Extranjeras de la universidad.  Se observaron y filmaron 5 clases del curso 5 de 
inglés del cual las participantes formaron parte. También se condujeron entrevistas 
al docente participante, a docentes del instituto de inglés de la universidad que 
habían tenido la experiencia de enseñar a estudiantes no-oyentes en sus cursos, a 
la intérprete y a las estudiantes no oyentes.  Al final de la investigación se 
encontró que la aplicación de prácticas comunicativas tales como utilizar la 
escritura como medio de comunicación con los no oyentes, la implementación de 
actividades de rol y la utilización de las trascripciones de los audios de los 
ejercicios de escucha fomentaron la integración y participación de los no oyentes 
en la clase y el desarrollo de la habilidad de lectura y escritura.  Además se 
concluyó que la ausencia de prácticas comunicativas tales como buscar 
estrategias para potenciar la práctica y desarrollo de la lengua objetivo y hacer 
adaptaciones en el currículo y planeación de clase generaron una desigualdad en 
términos de inclusión y desarrollo académico de los estudiantes no-oyentes.   
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ABSTRACT 
 
 
In Colombia, the deaf and hard-of-hearing (D/HH) population is enrolling to 
higher academic programs in national universities more and more each day. They 
aim to be more competitive and improve their lives. They have found in this 
process that as part of the National Bilingual Program, every professional to be 
graduated has to achieve a minimum proficiency level of B1 in English, according 
to the Common European Framework of Reference for Languages (CEFR). This 
includes the D/HH population in the programs developed by the national 
universities in order to achieve the goal. The present study aims to describe what 
communicative practices promote and facilitate the learning of English literacy to 
deaf students under an integration approach with hearing peers. It also aims to 
reveal if the learning conditions that are set foster and promote academic and 
social achievement of the participants. This study was held in a state university of 
the Coffee Triangle area with two hearing impaired students from two different 
academic programs who attended to English courses at the foreign languages 
institute of the university. Six sessions of the pre-intermediate course where the 
two hearing impaired participants were enrolled, were observed and filmed.  
Interviews to English teachers, the interpreter and the deaf students were also 
conducted. The findings obtained suggest that communicative practices such as 
using writing as a mean of communication, implementing role plays and using 
transcripts in order to include deaf learners into the listening tasks were 
implemented satisfactorily and promoted inclusion of the deaf and most of the 
times literacy development.   Additionally, the absence of communicative practices 
such as creating strategies that could foster L2 practice and adapting curriculum 
and lesson planning implied a minor literacy achievement for the deaf participants. 
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INTRODUCTION 
 
 
 
 
 
Imagine a world where you can see but you cannot hear; would the world 
have the same significance to you as if you could hear it? Imagine yourself seeing 
somebody modulating to you, would you tell if he is speaking Spanish or another 
language? Imagine a world full of signs. Imagine learning a foreign language when 
you have never heard it. 
This is the experience of two hearing impaired students at the Jose Antonio 
University incoming to the process of learning English through courses taken with 
hearing peers. The challenge that implies learning a foreign language with a 
hearing impairment deserves investigating. The D/HH community is every day 
more capable of dealing with the changes in our world and they are willing to face 
the experience of learning as it is proved by the increasing number of enrolled 
D/HH students in Colombian Universities. 
The D/HH population also poses a challenge to teachers, heads of language 
departments, directors of English Institutes and heads of university faculties. The 
need is urgent to start creating awareness and start researching issues concerning 
this population in order to build a safe and balanced learning process for this 
community, especially when it comes to teaching them a foreign language.  We 
must realize that when we have D/HH students in our English classes we need to 
facilitate their learning through investigating and including D/HH pedagogy in 
language faculties. That way, future English teachers will teach D/HH students with 
appropriate methods and approaches and not with improvised mindless activities. 
This study is a call for the English Teaching staff of primary, secondary and 
higher education. D/HH students are willing and capable to learn literacy in a 
foreign language. We can take the easy way out, exempting them from the 
opportunity or we can help them perform to the best of their abilities.  
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1. Statement of the Problem 
 
Learning English constitutes the main goal for every country who wants to 
be part of the globalization phenomenon.  The Colombian government is aiming for 
high levels of English proficiency among high school graduates by 2019.  Every 
school, high school and college in Colombia is working towards a higher 
proficiency in English, looking forward to achieving a B1 level at the end of High 
school and a B2 as a minimum level for college graduates in accordance with the 
Common European Framework of Reference for Languages (2001) (p.24) (Ministry 
of Education booklet 22, Appendix 1). Nevertheless, there is no inclusion or 
exclusion of the D/HH community in the process of learning English as a foreign 
language in this national program. The Colombian law decreto 34 de 1980 
exempts D/HH students from taking foreign language classes at school and high 
school educational levels when a hearing impaired learner proves via diagnosis 
that learning cannot be achieved. However the “Instituto Nacional para Sordos” 
INSOR; which is the national institution that consults the “Ministerio de Educación 
Nacional” MEN with the educational programs for the Colombian D/HH community; 
reports in the document “Estudiantes sordos en la Universidad (2004)” (Appendix 
2) that in the case of D/HH students in Universities, there must be a regulation in 
the level of demanding to these students who take foreign language courses as a 
need for their professional achievement.  However, the option of exempting them 
from the foreign language FL courses still prevails if the proficiency in the FL is not 
really necessary for the elected program of the D/HH learner or if there is a medical 
reason that doesn´t allow the learning.  This leads us to reflect over the real 
inclusion of the D/HH community in the Colombian Bilingual program and if the 
Colombian government and higher education institutions have taken into 
consideration that the D/HH population who is enrolling in higher educational 
programs, haven‟t been exposed to a prior learning of English, at least in the 
possible scenario which is reading and writing.  This fact should be taken in 
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consideration when including the D/HH population in the English courses offered 
by the universities in Colombia.  
The fact that the D/HH student population is growing every year in the 
Colombian Universities and that neither the MEN or the universities seem to have 
clear policies or at least general policies to attend this population when it refers to 
the integration or inclusion in the English programs proposed by the MEN in its 
“Colombia Bilingüe” program, implies a need for research around this specific 
learning scenario. In the case of this study, the Jose Antonio University JAU, 
through its office of students‟ affairs has reported that the enrollment of D/HH 
students has increased significantly in the past three years and that these students 
as well as hearing students must take the English courses as a requirement for 
graduation.  There are no special policies in the University for the D/HH Population 
when fulfilling this requirement (Interview to students‟ affairs director, Appendix 5). 
In order to achieve the English proficiency level required by the MEN in all 
universities, the JAU administration created the Foreign Language Institute (FLI) 
(Acuerdo 6, Feb 2001, appendix 4). Jose Antonio University subsidizes the English 
courses for all students, and students are free to decide when to take the courses 
within the years they are enrolled in their programs. The University includes the 
D/HH population in the English courses along with the hearing peers. The FLI 
English teachers have the challenge to facilitate hearing and deaf students in an 
inclusive scenario; Even though they have no specific training in how to teach 
inclusive or integrated classrooms. There is a need to explore the fact of how the 
D/HH students are adapting to the requirement of attending English classes and 
how are teachers who haven‟t been trained to facilitate English to D/HH or hard of 
hearing students dealing with the challenge to teach a foreign language such as 
English in an inclusive setting. 
The deaf population is integrated to the learning process with the hearing 
peers and aided by an interpreter.  These accommodations refer to an integration 
model of teaching, which has among different purposes the fostering of academic 
and social inclusion in order to promote academic and personal success of 
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learners with disabilities.  That is why; this research project aims to explore the real 
integration experience that the deaf participants are dealing with and to establish if 
this particular learning experience is fostering academic and social integration and 
success. 
Another interesting aspect surrounding the learning experience of deaf at 
University is the fact that D/HH students are provided with an interpreter who 
assists the D/HH students individually with their classes and helps them with all the 
educational adaptation process. The D/HH students also have access to a Speech 
therapist (Student‟s affairs office director interview, appendix 5). The interpretation 
deserves further research as it is an important element in the learning process of 
deaf.  
I would like to highlight the importance of researching over all aspects of 
teaching English as a foreign language to D/HH students at higher education level 
and how their learning process takes place in integration setting as it occurs in the 
case of this study.  
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2. RATIONALE 
 
 
 
As the statement of the problem introduces, teaching English to D/HH 
learners in an inclusive classroom is way long a challenge for even an 
experimented and trained teacher.  What can be said about facing this challenge 
without any training or experience? On the other hand, learning English, being 
D/HH, is from the very beginning a demanding goal.  The fact of having a facilitator 
who can understand the implication of deafness and hearing impairments in the 
learning process and can make good use of inclusive or integration classroom 
arrangement could make the difference for the D/HH learners who enter to English 
courses in universities. 
Hence, teachers who teach English as a foreign language to D/HH learners 
in inclusive classrooms must investigate what learning with a hearing impediment 
represents in an EFL class.  Thus, a teacher in this teaching situation must 
consider the difference when teaching skills, due to the impossibility to use the 
listening as an input skill, and in consequence the restrict in the majority of the 
D/HH to produce up to the oral skill. The facilitator must start inquiring over what 
communicative practices can be implemented in order to develop the linguistic 
competence up the reading and writing ability, which are the two skills that D/HH 
can access without any restrict, and consider how classes should be planned in 
order not to exclude D/HH learners from the class when listening and speaking 
tasks take place. In the same sense, facilitators must understand that D/HH 
learners also require to be integrated to the learning process in order to develop 
motivation toward the learning of the target language.  
 Firstly, the present study aims to encounter communicative practices that 
could help English as foreign language (EFL) teachers to facilitate English classes 
to deaf students in an inclusive or integrated setting. 
Consequently, the results of the present study can provide JA University and 
the FL institute with fundamental information for English teacher‟s professional 
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development regarding the understanding of the constrains a hearing impairment 
can cause in the learning process and the implementing of different classroom 
strategies that can facilitate D/HH students learning in an integration or inclusive 
context.  Subsequently, D/HH learners can be benefited in their learning process 
as a consequence of teacher‟s awareness in the adaptation of class planning in 
order to create a real and meaningful integration environment. 
Finally, this research can encourage undergraduate students from the 
Licenciatura program at the Jose Antonio University to continue exploring the field 
of teaching English to deaf and hard-of-hearing learners.  
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3. Research Questions and Objectives 
In the present qualitative research, I attempt to explore the experience of 
two D/HH students in higher education taking English classes under the 
perspective of a communicative approach.  The primary question addressed by this 
research is: 
 
What communicative practices promote and facilitate the learning of English 
Literacy to deaf students at the Jose Antonio University under an integration or 
inclusion model?  
The main objective of this study is to explore the experience of those 
who interact in the process of teaching and learning a foreign language, in 
this case English within an integration approach in the Jose Antonio 
University with the purpose of contributing to improve teaching and learning 
quality for the D/HH population and to promote research in this unexplored 
field of education. 
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3. Literature Review 
So far, it is found that the research literature about the experience of D/HH 
students learning English at the college level is still inexistent or difficult to 
encounter in Colombia. Most of the readings that support this research are from 
foreign countries especially from North America where college D/HH students are 
learning English as a second language being their first language the American 
Sign Language (ASL) and from Asia where college D/HH students are taking 
English courses in similar contexts as the D/HH Colombian students are. 
Moreover, most of the literature review is related with D/HH children. However the 
differences, I have encountered some interesting findings that have helped me 
develop a view of different aspects implicated in the learning, interpreting and 
teaching of D/HH students. 
4.1 Definition of Terms 
 To begin, it is necessary to consider what deafness is and its implication in 
the learning process. According to Mendoza (2005) Deafness is the total or partial 
loss of the hearing sense which impedes to grasp, to recognize, discriminate and 
comprehend the hearing stimulus and the information that comes with it.  There are 
different levels of hearing loss. The Colombian Government has classified 
deafness in three different levels according to the level of hearing loss (Ley 982) 
(Decreto 2369). The profound hearing loss which causes a hearing loss above 90 
decibels and impossibilities D/HH to acquire or use oral language as a mean for 
communication; the Severe hearing loss which produces a diminution on hearing 
between 40 and 70 decibels but still allows D/HH to have a functional hearing 
under excellent conditions and to develop a basic form of spoken language.  And 
the moderate hearing impairment which causes a hearing loss between 20 and 40 
decibels, allowing D/HH to have almost a normal access to communication, 
nevertheless their brain can sometimes not decode the message due to the sound 
limitation.  
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4.2 Sign Language and Spanish as a second language 
 For a child who is born with hearing impairment or acquires it in his 
childhood (before the 3 years of age), there is a biological impediment to acquire a 
spoken language under natural exposure as they cannot receive the linguistic code 
or input through their ears in order to develop language.  That is why sign 
languages are the main form of communication among the D/HH communities.  
The Colombian Ministry of Education established the Colombian sign 
language (CSL)  as the mother tongue of the D/HH population and defines it as a 
conventional system of visual and gestural symbols based on the use of hands, 
eyes, face, mouth and body (Decreto 2639).  The CSL is considered a complete 
language as it fulfills the purpose of communicating and allows the D/HH to 
express their taught and have access to equal opportunities as hearing.  However, 
it is evident that a SL can‟t be developed as a spoken language can.  Due to this, 
the D/HH perceive the world in a very different way as hearing people do.  The SL 
has not yet been developed up to allow D/HH to understand the meaning of words 
such as coherence or appreciation for example (Interview to Beatriz Bejarano, 
Appendix 9). This doesn‟t mean the D/HH are cognitively impaired, it means that 
the lack of the auditory channel restricts D/HH‟s predisposition to learn a language 
as Ramirez, P. & Parra, J. (2004) imply. 
In the case of the Colombian D/HH population, Spanish is considered their 
second language. The D/HH who learn Spanish are considered bilingual. Most of 
the D/HH only develop a written Spanish were they become barely competent in 
the writing and the reading skills (Literacy) as they have no access to the phonetic 
input and as a result they cannot produce oral speech (Tovar 2000). Nevertheless, 
when there is enough hearing to access the phonetic of words, the D/HH has a 
great possibility to develop an elementary use of oral speech and allows D/HH to 
encounter a wider meaning of the surrounding world and to produce speech.  The 
D/HH community has the opportunity by law to enter any public or private school 
where they can learn Spanish with hearing peers in an integration setting, the 
institutions must support D/HH with the appropriate technical and pedagogical aids 
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(Ley 324) (Decreto 2369).  D/HH can also access specialized schools as the 
INSOR (Instituto Nacional para Sordos). 
This particular way of bilingualism implies learning models.   Domínguez‟ 
(2003) refers to two types of D/HH learning models; the monolingual and the 
bilingual.  The monolingual model aims the D/HH children to master the orally use 
of the hearing people´s language.  On the other hand, the bilingual model aims the 
D/HH children to firstly acquire a language that can be developed naturally by them 
as the SL is, and during the process learn the majority language.  At the same 
time, Dominguez (2003) stated how bilingualism can be seen through two different 
perspectives; the „successive bilingualism‟ which considers sign language as the 
mother tongue of the hearing impaired children and, therefore, the first one to be 
used to develop the different learning processes and after mastering the first 
language, D/HH students would be presented the oral language of their 
community. The second perspective is the „simultaneous bilingualism‟ 
characterized by the presentation of both languages at the same time; hearing 
impaired children would be in contact with users of sign and oral language since 
childhood. It can be said that both the successive and the simultaneous 
bilingualism are developed in Colombia due to the different physical, social and 
communicative implications in the learning process of D/HH INSOR (2006). 
Therefore, the Colombian D/HH people face a bilingualism process where 
sign language is considered their first language and written Spanish is considered 
their second language. Due to the complexity that deafness stands for in the 
learning of D/HH, the bilingualism process may have different perspectives, where 
Colombian D/HH children can learn the Colombian sign language first and then the 
written Spanish or both at the same time.  Furthermore, written Spanish is most of 
the times not developed enough to face the college level academy successfully 
(Tovar 2000). 
In conclusion, based on research, the observation of the written Spanish 
performance of the participants and the interview conducted to the interpreter; it is 
evident that the D/HH population who enroll in the university have high 
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competences in the implementation of the CSL, however their written Spanish is 
definitely not developed enough to understand academic papers by themselves nor 
produce academic papers accurately. Which stands for an ethical inquiry: how are 
the D/HH students and the teachers dealing with the issue? As to the moment of 
this research the university hasn‟t presented any proposal other than the 
assistance of the interpreter to overcome the linguistic issue. As for the English 
learning process of D/HH learners, there is much to research about the language 
transfer, if there is such thing in the case of D/HH; specially the transfer from L2 to 
L3. 
4.3. Literacy Development of deaf and hard-of-hearing 
Tovar (2000) highlights the importance for learners to have a high literacy 
level in order to achieve academic success and beyond that to foster integration to 
the culture, job offer and economy in their professional lives. He also implies how 
writing, in the case of the D/HH, can be considered as the only channel to access 
the majority language and therefore the best opportunity for succeeding in life.  
It is proved that an early identification as well as early intervention of 
deafness can allow D/HH children to develop higher language and literacy abilities 
(Mayer, 2007). Moreover research suggests that, with respect to early literacy 
development, D/HH children follow similar trajectories to those of their hearing 
counterparts as Mayer (2007) refers from Williams (2004). She also reports that 
contrary to this fact, most of the D/HH learners graduate from secondary school 
with a fourth grade reading level or less and a 30% leaves school functionally 
illiterate.  In Colombia, there is no research about the level of literacy the 
Colombian D/HH achieve at the end of secondary school, however the enrollment 
in universities suggests that there is an inhibition from this minority population to 
face the academy experience due to the illiteracy level of this minority population. 
Nonetheless, those hearing impaired learners who enter the universities face 
difficulties with reading and writing academic papers due to the low literacy level in 
Spanish which ends in serious negative effects on the educational and career 
attainments of D/HH individuals.  The DANE (Departamento Administrativo 
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Nacional de Estadística de Colombia) reported in 2010 that there were 41.850 
D/HH people in Colombia, 699 in Risaralda. From the total of 699 D/HH, 168 have 
not had any education, 11 had entered college and only 3 had achieved a 
professional degree. This is probably not the real number of D/HH people in the 
department of Risaralda but these statistics prove the fact that the D/HH population 
is inhibited to enroll in the university and that there is a low rate of academic 
success in the college level probably due to their low literacy development.  It is 
then important to establish that if the literacy level of the second language, in this 
case Spanish, is not mastered; the literacy development of any other language will 
be difficult. This is the case of the D/HH learners in the JAU University learning 
English literacy as a foreign language. 
Briggle (2005) writes that “to ensure that students who are D/HH receive the 
quality education they deserve, educators must understand the learning needs of 
this population. Through the understanding, educators can work to create new 
generation of higher literate students who are D/HH or hearing impaired”. Tovar 
(2000) illustrates how teachers who have the challenge to facilitate writing and 
reading skills to D/HH must study in depth what is deafness, deafness learning, 
bilingualism for the D/HH, what is speech, language acquisition, what is teaching a 
written language as a second language and psycholinguistic aspects of the 
acquisition of reading and writing skills. 
Consequently, literacy development is fundamental for academic success 
and cultural integration. It is evident by the number of enrolled students at 
universities that literacy level is a great issue for D/HH when entering the college 
studies,  that is why actions should be taken in consideration to develop and 
reinforce high literacy competences in D/HH learners who income the university. 
Moreover, the facilitators play an active role in the literacy development of D/HH 
learners starting by understanding deafness itself and how it affects language 
development of D/HH population. Recognizing and understanding these factors 
could enhance facilitators to improve communication with D/HH learners and 
discover new and adequate forms of teaching them. 
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Again, there is much to be researched about the English literacy 
development of D/HH learners in a higher education level.   After observing 
different English classes where the D/HH learners are enrolled and interviewing 
teachers, I conclude that by instinct teachers concentrate their efforts in exposing 
D/HH learners to writing and reading tasks due to their hearing impediment; 
however there is still a deep ignorance about what it means to read and write 
English without having mastered the written Spanish and not having a direct 
assessment in the literacy development process because of interpreters 
misinterpretation. Teachers face the challenge to teach literacy in a different 
language without specific training. Is the final product the same if teachers were 
trained and invited to create awareness in the literacy learning process of D/HH 
learners? 
4.4. Hearing impaired students learning styles 
 Teaching and learning are always interrelated; in that sense, a successful 
learning takes place when the facilitator takes into consideration the learning 
preferences of the learners. It is thought that the way learners approach tasks may 
determine the success or failure on those tasks. 
 
To begin, there is no research about the learning preferences of D/HH 
students in Colombia especially in the college level and it is considered that 
research over the field in other countries may not apply as there are cultural and 
social differences that would vary the results.  However, it is needed to establish an 
idea of what D/HH learners prefer at the moment of dealing with learning tasks.  
Lang et al. (1993) conducted a research over the construct “effective 
teaching”. They implemented a 32 characteristic list with a structured response 
methodology and asked D/HH students to rate and rank these behaviors in 
accordance to the importance to learning course content. Researchers reported 
that D/HH learners valued more those professors who were knowledgeable about 
the course content and who used visual materials, communicated expectations and 
assignments clearly, lectured at a good pace, made sure students understood, 
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challenged students‟ thinking, and emphasized important information in the class.  
D/HH learners appear to prefer teachers who are willing to adapt instruction to 
accommodate students with different needs (Lang et al., 1994). This preference 
becomes crucial in D/HH´s learning success specially in the case of learning a 
foreign language in integration or inclusive settings.  Furthermore, in inclusive 
scenarios, facilitators can even learning possibilities between hearing and non-
hearing students when taking into consideration D/HH needs in the lesson planning 
(Tracz & Joly, 2006, Powers, 2002, Stinson & Antia, 1999, Dominguez, 2008). 
 Lang et al (1999) also conducted a research where 100 D/HH 
students were examined in relation to their learning preferences throughout the six 
learning style dimensions of the Grasha-Rieachmann Student Learning Style 
Scales (GRSLSS).  At the same time, 16 instructors of these students were also 
assessed within six corresponding scales of teaching emphases.  The six learning 
dimensions aimed to measure students preferences for thinking, relating to others, 
and particular types of classroom environments and experiences. According to this, 
the six types of students consistent with their learning preferences are the 
competitive which learn material in order to perform better than peers and prefer a 
teacher-centered focus; the collaborative which learn by sharing ideas and enjoy 
cooperating with teachers and peers; the participative which like to attend classes 
and accept responsibility for getting as much as possible out of the course; the 
dependent which do not demonstrate intellectual curiosity and learn just what is 
required; the independent which prefer working alone and tend to prefer a student 
centered approach, and the avoidant which have little enthusiasm for learning 
course content and are often bored or overwhelmed. Researchers reported that the 
students mean scores were higher for the dependent, participative, collaborative 
and independent style. The teachers scored similar patterns of results suggesting a 
preference for active and people-oriented learning and teaching. The results also 
indicated that D/HH students are less prepared than hearing students to adapt to 
college teachers who use competitive approaches in the classroom.  
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This finding is relevant the this study as the D/HH learners at JAU face a 
similar situation where the academic level requires form the learners a high level of 
achievement and interest and it is not clear due to lack of research how do D/HH 
learners at the university deal with the task demands, neither it is know which 
learning styles have they developed or are more beneficial for their learning 
achievement.   Further studies may be held in order to know the real learning 
preferences of the JAU D/HH population especially in the English courses. 
To conclude, without conducting research over the field of D/HH learners‟ 
preferences in Colombian universities, it is difficult to establish what are the real 
learning styles implemented by the D/HH when facing university tasks.  
Nevertheless, throughout the observations conducted to the D/HH participants in 
the English classes and considering Lang et al (1999) the D/HH learners tend to be 
independent and cooperative among themselves and with the teacher with the help 
of the interpreter to establish communication, there was few moments of 
collaboration with hearing peers due to the communication impediment and the fact 
that the teacher separated the D/HH learners to complete writing or reading tasks 
in the moment of speaking and listening activities with the hearing students.  It 
would be of great impact in the teaching and learning process of D/HH learners if 
research over this field could be conducted. 
  4.5. Inclusion and Integration 
 The term inclusion has been introduced properly in the Salamanca 
Statement (UNESCO, 1994) where principles, policy and practice in Special Needs 
Education and a Framework for action were proposed.  This political document 
defends the principle of a real inclusive education and it establishes it as a right for 
any student no matter the disability to be included in a “school for all” where 
everybody is included, differences are celebrated, learning is supported and there 
is a response to individual needs. As Dominguez (2009) establishes it from 
(Aincow, Booth, & Dyson, 2006; Echeita & Duk, 2008) Inclusion is the right for 
every child and youth to access an education of quality and under same 
opportunities as regular students.  Inclusive education supposes a reduction in the 
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learning barriers that constrain and hinder the access, participation of impaired 
students to an education of quality. 
  
 In the case of the D/HH learners, there is a diverse use and meaning of the 
inclusion model and the integration model, and in some cases they seem to be 
considered the same. That is why for the purpose of understanding this 
educational phenomenon in our particular context; this research will establish the 
conception and situation of Inclusion and Integration out of Colombia and in 
Colombia. One aspect that must be acknowledged before continuing is that most of 
the literature review is related to the learning process in preschool and early 
elementary grades. However, Stinson & Antia (1999) imply from (Stinson & 
Kluwim, 1996; Stinson & Whitmire, 1992) that patterns seem to be persistent 
through high school and college.  
 To begin, Out of Colombia, specifically in the United States, the students 
with hearing loss are placed in a general education classroom only when they 
master learning objectives.  Meanwhile, they are included in mainstreaming 
programs where they are provided separate services for their special needs (Tracz 
& July 2006, Cawton 2001).  This means D/HH are coming in and coming out of 
the regular classroom according to achievement. The D/HH have the support of an 
interpreter and a special educator (Deaf teacher). 
 Stinson & Antia (1999) define inclusion and mainstreaming as educational 
practices, where integration is the result of these practices. They compare 
mainstreaming and inclusion throughout a placement, philosophical and pragmatic 
perspective. Whereas in the placement perspective inclusion implies all children 
receiving most, or all, their education in the regular classroom and mainstreaming 
implies D/HH learners receive part of their classes within the regular classroom 
and part of them in a mainstream classroom, especially those subjects that 
represent a greater challenge for D/HH as Math. The philosophical perspective is 
better understood as a general adaptation and accommodation of the regular 
classroom to sue the general needs and to promote integration and participation 
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among all students in the case of inclusion and in the case of mainstreaming the 
D/HH learners are the ones who will adapt and accommodate to different 
classrooms, built to offer the special services they need, nevertheless integration 
and participation is constrained. The pragmatic perspective, as the researchers 
define it, is the integrated (Inclusive) or isolated (Mainstreaming) work of the 
regular teacher, the special educator, the interpreters and sometimes the parents 
of D/HH.   
 Under the perspective of integration being a result of inclusion and 
mainstreaming practices, Stinson & Lui (1999) also entail that inclusion goes 
beyond the mere integration of D/HH learners with hearing peers.  Their research 
identified different strategies applied and accommodations done by the regular 
classroom teacher, the special educator, the interpreter and the D/HH and hearing 
students in order to foster a better communication and a better participation which 
logically would end in an improvement in the academic and social integration and 
achievement of the D/HH. Researchers believe that the overcome of barriers in 
participation can make the difference when including D/HH students with hearing 
peers.  They synthesized 16 specific strategies that the regular class teacher, the 
teacher of the deaf, the interpreter, the hearing students and the D/HH students 
can apply to overcome barriers in participation. They are as follow: 
 From Regular Classroom Teachers 
1. Provide a communicative environment for the entire class that encourages participation 
by the D/HH student. 
2. Create effective small-group learning situations that include the D/HH student. 
3. Collaborate with the teacher of the D/HH and interpreter by having meetings with these 
individuals to discuss ways of facilitating participation and learning for the D/HH 
student. 
4. Demonstrate and promote positive attitudes toward then D/HH students. 
 From the Teacher of the D/HH and the Interpreter 
5. Provide information about deafness. 
6. Problem-solve communication/relationship difficulties. 
7. Organize special activities for D/HH and hearing students. 
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8. Facilitate communication of the D/HH student with teacher and hearing classmates. 
9. Contribute information about deafness. 
10. Assist the classroom teacher with supporting students‟ learning. 
From the Hearing Students 
11. Have general interaction skills and participate willingly in activities with others, 
regardless of whether they are hearing or D/HH. 
12. Have skills for effective communication. 
13. Be familiar with characteristics of D/HH students and become comfortable interacting 
with these students. 
From the D/HH Students 
14. Actively participate in class activities and perceive hearing classmates as having 
positive or neutral attitudes. 
15. Have communication skills for participating in regular classroom. 
16. Know how to participate in small-group learning activities. 
 Even though these strategies are synthesizing different perspectives that 
can be useful in order to improve D/HH general achievement in inclusive settings, 
they might need to be adapted for individual students and for particular situations 
as Stinson &Lui (1999) imply from (Friend & Mursuck, 1996) and even more in the 
university context.   
 These strategies are a great contribution for this research as they constitute 
a guideline for evaluating inclusion throughout the perspective of communication 
and participation.  
 Another perspective of inclusion is the one from the United Kingdom. 
Powers (2002) expresses a concern over the fact of having such a diverse concept 
of inclusion, integration and mainstreaming, and what that implies in the 
understanding and appliance of the inclusive model.  Nevertheless, the author is 
clear to establish that inclusion goes beyond placing perspective.  Regardless the 
placing of the D/HH, the system and the participation and the interaction seems to 
be the core of a successful inclusion.  Powers (2002) introduces a list of indicators 
of good inclusive practice: 
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1. A whole class approach to special needs where all staff in a school share responsibility for 
all students and where the school promotes an ethos of acceptance of disability and 
difference. 
2. Regular opportunities for successful interaction between deaf students and hearing 
students in any context. 
3. Regular opportunities for deaf students to interact with other deaf students and to make 
deaf friends. 
4. An effective communication environment, according to the competences and needs of the 
student. 
5. Access for the deaf students to the formal curriculum through a flexible response to 
individual needs. 
6. Teachers (Mainstream and specialist) and learning assistants who have the necessary 
knowledge, skills and attitudes to effectively teach and support deaf students. 
7. The improvement of deaf students in extracurricular activities, providing them with 
opportunities to develop leisure interests and social skills and to make friends with hearing 
and deaf students. 
8. Access for deaf students to deaf culture. 
9. Access for deaf students to deaf adult role models. 
10. The involvement of deaf students in decisions that affect them, for example, over 
educational placement and curriculum. 
11. The involvement of parents in decisions that affect their deaf children, for example, over 
educational placement and curriculum. 
12. The involvement of deaf adults, including members of the deaf community. 
13. High academic and nonacademic achievement for deaf students. 
Dominguez (2009) from Spain added to these indicators the importance of 
using sign language as an interaction tool, adding it to the curriculum and the 
better use of technology. 
 
 All indicators can be applicable to any educational scenario and are not 
attached to any communicative model; however they recognize the cultural and 
linguistic diversity of deaf (Dominguez, 2009). 
 There seems to be a global agreement of the importance and need of 
improving D/HH‟s participation, raising awareness of deafness, adapting curriculum 
and facilitating interaction and communication in a classroom. As a result, D/HH 
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students are likely to be included in an even learning process with hearing peers. 
(Powers, 2002; Tracz, 2006; Stinson & Liu, 1999, Dominguez, 2009). 
 Consequently, some of the strategies and indicators contributed by Stinson 
&Lui (1999), Powers (2002) and Dominguez (2009) respectively will be adapted 
and implemented as guidelines to discover what level of inclusion are the 
participants of this research dealing with in the English classes taken at the JA 
University. 
 Colombia on the other hand seems to have adopted a different view of 
inclusion, and there is little research on the field in order to develop different 
perspectives. The INSOR, as the leading educational institution to guide all the 
D/HH students‟ education and to facilitate the D/HH people‟ integration to society, 
is the head of most of the research and the one who establishes policies for D/HH 
learners.  
 A D/HH child in Colombia will enter a school where there is an “aula de 
apoyo especializada” equipped with resources and specialized personnel to attend 
the special need (Decreto 2082 Art 12, 13).  Most of the schools as the “Escuela 
de la Palabra” in Pereira have a mainstream classroom where the deaf children 
and youth are supported and taught while the rest of the students are in regular 
classrooms (Interview to Beatriz Bejarano, Appendix 9). Nonetheless, other 
specialized schools may include D/HH learners with hearing learners and provide 
them with an interpreter. D/HH learners can also enter regular formal or informal 
institutions and would have to be integrated as a requirement of the Colombian law 
and would have to be provided with all that is necessary for academic and social 
integration (Ley 115, Decreto 2082, Ley 324). 
 Inclusion, as it is seen by the Colombian Ministry of Education through the 
INSOR is considered the integration process of the D/HH to the regular education 
system where the educational institution as a whole would integrate the D/HH 
learner within a high level of participation in all the school activities and where the 
school must adapt to the needs of all the learners including the D/HH and other 
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handicapped learners (INSOR 2002). The INSOR also has established some 
conditions that D/HH students and Institutions need to fulfill in order to benefit the 
learning process.  The most important requirement for D/HH is to develop a 
communicative competence in Spanish, which is the language in which the D/HH 
learner will access the curriculum.  That is why the D/HH students require 
therapeutical, technical and technological aids for their special needs. The 
institutions, on the other side, must adjust and make curriculum adaptations in 
order to facilitate D/HH accessibility to learning (INSOR 2004). 
 As the deaf students are entering more and more to the higher educational 
institutions, there is now a concern about how to integrate the D/HH learners to the 
academic and social environment of universities.  The provision of an interpreter is 
the best contribution that universities give to D/HH students who enter technical 
and professional programs even though they are not required to do so, meaning 
that in the case of the universities that don‟t have the budget to pay interpreter, the 
deaf learner would have to pay for it and it is obvious that this would infer the 
accessibility of D/HH to the university.  In the case of the JAU, the university hires 
interpreters to access and interpret the different courses of the programs elected 
by the D/HH students. These interpreters also interpret the English classes taken 
by the deaf.  It would be of great contribution to investigate what is the role of the 
interpreters who have to interpret English instruction in different levels, probably 
without a sufficient proficiency in English. 
 The INSOR in its document “Estudiantes Sordos en la Educación 
Superior”(2004) offers assessment to University teacher and administrative staff 
and to D/HH and hearing students; in order to foster social and academic 
integration, to help in the curriculum adaptation and in general to offer better and 
significant learning possibilities for the D/HH. 
 Moreover, due to the globalization and the need of a proficiency in English in 
order to access foreign literature in the different programs at the college level, 
makes it important for deaf to achieve proficiency in written English.  Nevertheless, 
the INSOR (2004) is clear to establish that Universities must come to agreement 
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whether to include D/HH students in the English courses or not; and if so to 
establish special policies accordingly to the D/HH needs and the level of demand. 
It is relevant to this research to establish if the learning experience of the 
participants who are taking English courses is adequate according to the general 
inclusive settings. 
 It is concerning how inclusion and integration are practically seen as the 
same thing in the Colombian context. Nonetheless, some authors establish precise 
differences that can help understand and define a real inclusion where D/HH 
learners are not only integrated but invited to a process of inclusion with the 
educational system and all the participants. Arnaiz (2003, cited in Martinez, 2009) 
and Moriña (2002, cited in Martinez, 2009) established the following table of 
differences between integration and inclusion: 
  
 For these scholars, inclusion stands for a process rather than a state. 
Inclusion then implies on ongoing process where the educational institution invites 
all the participants to face the difference, not isolating it and treating it apart but by 
integrating it and giving it the opportunity to interact, participate and contribute to 
the learning process (Boot & Ainscow, 2002). 
 To conclude, no matter the term we assume, it is manifest that the key for a 
proper integration of D/HH is to start a process of inclusion where all the 
administrative staff, teachers, interpreters, D/HH and hearing students reflect and 
generate action plans toward raising participation of D/HH in the academic and 
social environment of educational institutions.  In the meanwhile, the learning 
experience of D/HH learners can be improved if teachers, interpreters, D/HH and 
ESCUELA INTEGRADORA ESCUELA INCLUSIVA   
Centrada en el diagnóstico Centrada en la resolución de problemas de colaboración.   
Dirigida a la : Educación especial (alumnos con Necesidades especiales) Dirigida a la : Educación en general (todos los alumnos)   
Basada en principios de igualdad y competición Basada en principios de equidad, cooperación y solidaridad (valoración de 
las diferencias como oportunidad de enriquecimiento de la sociedad) 
  
La inserción es parcial y condicionada La inserción es total e incondicional 
Exige transformaciones superficiales. Exige rupturas en los sistemas (transformaciones profundas) 
Se centra en el alumno (se ubica al alumno en programas específicos) Se centra en el aula (apoyo en el aula ordinaria). 
Tiende a disfrazar las limitaciones para aumentar la posibilidad de inserción. No disfraza las limitaciones, porque ellas son reales. 
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hearing students raise awareness in participation and communication in the 
classroom scenario. Inclusion happens as soon as the process of increasing 
participation is started (Boot & Ainscow, 2002). 
 
 4.6. Deaf and Hard of Hearing students learning English as a foreign 
language.    
 
 In Colombia, D/HH learners are exempt by law to learn English (Decreto 
34). However in some universities like the JAU, deaf learners are included in the 
English courses as a remarkable effort for integrating D/HH to all the opportunities 
given to all the students.  The challenge is to recognize the importance and 
meaningfulness of learning a foreign language when the second language is still 
not mastered and is a constraining issue in the learning process.  The situation of 
D/HH students learning English in formal and informal educational institutions is 
not common in Colombia, as the trend is to exempt them from this learning 
opportunity. Probably the lack in research has fostered the government decision to 
exempt D/HH from learning English, nevertheless there is great evidence that 
English is a language that is comparable in Grammar structure to the sign 
languages (Interview to Beatriz Bejarano, Appendix 9) and is easier for D/HH to 
master, besides the fact that it can be a useful tool for them in the implementation 
of Information and Communication Technologies (ICT‟s). 
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5. METHODOLOGY 
The present study is qualitative as it deals with participants‟ behavioral 
concerning the learning experience when taking English classes. 
 
This research was conducted as a descriptive case study as the data 
collection was conducted throughout observations and interviews as conceived by 
Yin (1993, cited in Tellis, 1997). 
 
5.1. Context 
This research was conducted at Jose Antonio University, a public university 
in the Colombian coffee region. At this university, a C1 English proficiency level is 
required for student graduation in programs with ten or more semesters (FLI 
academic program, appendix 3). This requirement responds to the necessity to 
achieve the goals of “Colombia Bilingue”, a mandate from the Colombian 
government, which states that by the year 2019, the minimum level of English 
proficiency for graduate and English teachers is a B2 according to the Common 
European Framework (Estandares Básicos de Competencias en Lenguas 
Extrangeras: Ingles 2006). 
At Jose Antonio University, the Foreign Language Institute (FLI) is in charge 
of supporting the students to achieve the required English language proficiency. 
The FLI offers 16 English courses, each one with a duration of 40 hours (2-month 
courses or vacation courses), for a total of 640 hours of English language 
instruction. Jose Antonio University subsidizes the English courses for all students, 
and students are free to decide when to take the courses within the years they are 
enrolled in their programs. According to university policies, every course should 
have a minimum of 15 students and a maximum of 30.  
The FLI applies a communicative approach to reach the required English 
language competences, and every student must demonstrate at the end of each 
course the acquisition of these competences through a final assessment. At the 
31 
 
end of the FLI courses, the students must pass a locally-designed proficiency test 
to demonstrate that they reached the English level required by the university.  
The English proficiency requirement at Jose Antonio University does not 
exclude any students from the English courses, regardless of their programs, 
cultural background, physical or communicative abilities as a policy of integration. 
Currently, the number of students with communication related disabilities has 
increased at JAU. To date, Jose Antonio University has enrolled 11 D/HH students 
(Interview to students‟ affairs office head, Appendix 5). 
The office of Students‟ affairs is in charge of facilitating handicapped 
students the resources for educational adaptation at the institution, as well as 
assuring the necessary resources for D/HH students to obtain similar or equal 
access to academic content as hearing students. The Jose Antonio University, 
through its office of Students‟ affairs, provides D/HH learners with access to a 
speech therapist and to an interpreter who assists students individually or by 
groups in their classes. Currently there are 7 interpreters available for D/HH 
students at JAU.  The interpreters are asked to translate or interpret teacher‟s 
instruction and to assist D/HH learners with academic activities such as library aid 
and group activities.(Interview to students‟ affairs office director, Appendix 5). 
5.2. Participants 
 Two hearing impaired students, one interpreter and 5 FLI teachers 
participated in this qualitative study. In the case of the D/HH participants of this 
investigation, one has profound hearing impairment, not being able to hear or 
understand speech, and the other one has severe hearing loss with the capability 
of slightly hearing but in perfect circumstances. They cannot read lips nor have 
developed any spoken language. The two hearing impaired students belong to the 
Art program and were enrolled in the course 5 (Pre-intermediate level) of FLI 
courses. This course was facilitated on Monday, Wednesday and Friday, two hours 
each class for a period of two months in order to complete 40 hours of exposure to 
the target language.  Deaf learners were assisted by an interpreter during the 
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English classes. Both D/HH students use the Colombian Sign language (CSL) as 
their first language and communicate with their interpreter using CSL.  The 
interpreter participant was hired by the JA University to assist and interpret 
instruction to the hearing impaired learners in the English course. The teachers 
who accepted to be part of this research work for the FLI and do not know CSL or 
American Sign Language (ASL) to communicate with the D/HH students.  All of 
them have facilitated D/HH students and three of them have facilitated the D/HH 
participants (interview to teachers). In terms of English language proficiency, JA 
University (FLI included) does not have any English proficiency criteria to select the 
interpreters that will support the D/HH students in their English classes (Interview 
to students‟ affairs office head, Appendix 5). 
 
5.3. Data Collection Procedures 
Observations: 
In order to acquire data, a total of five period classes were observed.  The foci of 
the observations included the D/HH students, teacher, interpreter and hearing 
students‟ interaction, communication, participation and instruction. Fragments of 
the classes observed were video recorded and at the same time field notes were 
collected. After the class was over, further field notes were completed, reflecting 
about the observation. 
Interviews: 
After the learning experience and the observation process; Semi-structured 
interviews were conducted to the D/HH students, the interpreter participant, the 
course´s facilitator and FLI facilitators who had the experience of teaching D/HH 
students.  In order to clarify the Colombian conception of inclusion an ex-principle 
of the “Escuela de la Palabra”, a high school which implemented an inclusion 
model in Pereira, was also interviewed. 
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The Interviews were conducted before, during and after the period of observations. 
Firstly, the interview to the students‟ affairs office director was focused on logistic 
information about number of D/HH students in the University, drop-out rates, 
number of interpreters, functions of the interpreters, number of D/HH students 
taking FLI courses, number of courses they need to take in the FLI and the 
government laws implementation. Colombian and university policies around the 
learning development of D/HH students as well as their rights in the educational 
scenario were also inquired (Appendix 5). 
The interview to the interpreter were conducted in order to establish the 
nature of their transliteration when it comes to a foreign language in this case 
English, to provide information regarding the importance of participation, 
communication and integration in the learning process of the deaf students, to 
inquire about the importance of deaf students learning English, to establish if deaf 
students have encountered a learning model that fostered learning success and 
achievement and to inquire they have evidenced deaf‟s learning achievement 
(Appendix 6).  
 The interviews for English teachers were conducted with the purpose of 
obtaining information about their teaching experiences with D/HH students, the 
awareness about deafness and its implication in the learning process of D/HH, the 
strategies implemented in order to lead D/HH student to the achievement of class 
aims, their perception of the inclusive model, and the adjustments done in activities 
that are applied in the classroom setting, the teachers‟ expertise in teaching 
English to D/HH students, their perception about deaf‟s learning achievement and 
their thought about the importance of English for the deaf learners in their 
professional and social life (Appendix 7) . 
On the other hand, the deaf participants were interviewed in order to have 
insights of their English learning process with hearing peers, to establish if 
participation, integration and communication with hearing peers and the English 
teacher had inference in their learning achievement and motivation, to inquire 
about the meaningfulness of strategies applied by the English teacher in order to 
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foster learning, to see if English classes were important and relevant for them and 
to establish what level of integration or inclusion were they in (Appendix 8). 
Finally, the ex-principal of the “Escuela de la Palabra” Beatriz Bejarano, was 
interviewed in order to clarify the difference between the inclusion and integration 
model seen through the perspective of the school experience.   Insights of aspects 
such as ideal methodologies and strategies to be considered by a facilitator in an 
inclusive setting, importance of a foreign language such as English a D/HH learner 
life, affective factors which infer in the D/HH academic development and learning 
impediments, were also inquired (Appendix 9).  
Artifacts: 
In order to have a greater idea of deaf‟s learning achievement, some copies 
of class exercises and tests were revised.  Also lesson plans provided by the 
English teacher helped determine if there is a learning outcome as well as any 
syllabus or planning adaptation in order to fit D/HH students‟ needs.  
5.4. Data Analysis 
After having gathered all the data from the collection methods 
(Observations, interviews and artifacts), I analyzed the data based on grounded 
theory implementing the constant comparative method (Glasser & Strauss, 1967).  
I started the transcription of the data collected in order to facilitate the 
analysis.  I transcribed the interviews; nevertheless I couldn‟t transcribe the 
videotaped sessions due to the impossibility to transcribe sign language.  
I analyzed the video recordings focused on those behaviors and attitudes 
that supposed integration or inclusion taking in consideration the different 
perspectives that suppose an ideal inclusive classroom according to Powers 
(2002), Tracz (2006), Stinson & Liu (1999) and Dominguez (2009).  Based on the 
different situations that indicated inclusion and were identified, I started coding 
situations that were alike and later were numbered and colored in order to facilitate 
the analysis of the transcribed material. 
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Once I coded the video recordings and listed the situations, I read the 
interviews looking for similar patterns related to the coding previously stated and 
coded them with the proper color and number. 
Finally, I intended to triangulate the results in the data collected by going to 
the field notes and looked for entries that related with the coding stated before. 
At the end of the coding process, and after giving each situation a proper 
word to be described, the codes were summed in four; interaction, communication, 
participation and curriculum design. 
After analyzing the similarities with the “constant comparison method”, I 
came out with several categories that would help me establish and support the 
findings. Then I gave each participant a code as follows:  (DLs) stood for deaf 
learners, (DL1) for deaf learner 1, (DL2) for deaf learner 2, (HLs) for hearing 
learners, (HL1) for hearing learner 1, (HL2) for hearing learner 2, (T) for facilitator 
and (I) for interpreter.   
The artifacts such as the lesson plans collected and copies of class activities 
allowed by the participant helped me determine aspects of curriculum design 
defined as a core code in the analysis. 
5.5. Role of the Researcher 
My role as researcher was that of passive observer as I videotaped and 
wrote field notes throughout and at the end of the observed sessions. I also 
conducted and filmed the interviews. 
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6. FINDINGS 
6.1. Communicative practices that promoted and facilitated the inclusion of 
the deaf in the learning of English Literacy  
After the analysis of the data collected, I found different communicative 
practices that supported the inclusion of the deaf participants into the literacy 
learning process. Based on the communicative practices suggested by Stinson 
&Lui (1999) and the literacy development insights for deaf students proposed by 
Tovar (2000) I will describe those practices that were evidenced throughout the 
data collection methods. 
6.1.1. Writing was used as a direct mean of communication with the 
deaf participants 
 
 Observations exposed how the facilitator could communicate in a more 
direct way with the deaf participants by implementing writing strategies such as 
writing on the board or sharing writing notes in paper with the deaf participants. 
The interpreter was not mediating communication therefore the deaf learner‟s 
contact with the target language was maximized as there was no interpretation of 
the information in any other language which is the main aim of learning a different 
language.  The following samples taken from the field notes support this finding. 
In the first samples the facilitator promoted participation, interaction and 
communication by asking or allowing the deaf participants to write their answers on 
the board instead of asking the interpreter to transliterate what they want to say to 
others. 
(Field notes, August 16th, the facilitator leads an introduction activity where 
everybody introduces themselves.) 
“When it was DLs turn to introduce themselves, the T doesn‟t ask or have any instruction for 
them, and then the I tells the T that DLs are going to write their information on the board. 
DL1 writes on the board: I am Laura. I am 21 old. I study visual arts. Semester five. I am 
from Bogota.  I like to study English why learn ASL” then DL2 continues…” 
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(Field notes, August 19th, the facilitator is prompting and eliciting students 
background about descriptive language inviting them to describe a relative.)  
DLs, T: “DL2 comes to the board and writes something like “She it”, T doesn‟t correct at that 
moment.  Then comes DL1 and writes “she is tall and other descriptive sentences….”  
 In these communicative moments the deaf participants had a direct 
connection with the teacher and the hearing peers, the interpreter was not 
involved.  In addition, the deaf learners were practicing the written skill which 
constitutes one of the main goals for a FL deaf learner. 
 In the following excerpt taken from the interpreter‟s interview, she suggests 
that the written communication can foster autonomy in the deaf students. 
I: “…Es muy bueno también cuando la comunicación es escrita, porque es enfrentarse a 
otras personas diferentes al intérprete solamente o al profesor porque no siempre va a 
estar con las mismas personas sino que si el estudiante va a viajar a otra parte va a 
comunicarse con una persona diferente a él.”  
 The next excerpt expresses how one of the teachers who was interviewed 
reported that one of the most meaningful moments with his deaf learner was when 
there was an activity that was mediated by notes and writings. 
T: “Well, I think that the one of writing was good to them and for me it showed a real 
communication. Even these sessions were a bit difficult, they were also meaningful, 
interesting challenging and the students enjoyed them a lot. Yeah it was meaningful for 
them”. 
In the final excerpt, the deaf participant 1 implies that the most direct 
channel to communicate with the facilitator and the hearing peer was through a 
written channel. 
T: ¿Que medios utiliza para comunicarse con el resto de compañeros del curso que no sea 
el intérprete? 
DL1: El escrito, en las actividades, y a veces en el chat con amigos de otros países. 
T: ¿Ha conseguido amigos por este medio aquí en los cursos de inglés? 
DL1: Si 
38 
 
It would be a great contribution to the deaf learning a FL, if further research 
was conducted over the ways to take better advantage of communicating with deaf 
trough a written channel instead of the oral one in the classroom. 
6.1.2. Role play activities allow interaction with hearing peers   
Another finding suggested by data, was that role plays were effective in 
creating rapport, fomenting interaction and participation of the deaf with the hearing 
peers.  These moments of interaction created communicative opportunities.  
The first sample shows how interaction and participation are fostered. 
(Field notes August 19th, DLs and two HLs are set together to perform a role 
play activity) 
“In this activity, DLs and I are working with a young a pair of HLs.  The HLs consult the I to 
take some decisions as who designs the poster and DL1 was assigned…DL1 shows herself 
very active and participative, she acts out like an old lady (…)” 
 Even though the role play activity integrated the DLs with the class, there is 
still a communicative disruption that is present.  The role play is an oral activity and 
the deaf participants can‟t speak. Then in the observations it was evidenced that 
deaf participants could only act but there was no target language practice at all. 
 The next sample shows how the deaf participants could act but were not in 
contact with target language nor involved in the speech act as their hearing peers. 
(Field notes September 9th, DLs and three HLs are set together to perform a 
role play activity) 
“The role play started and as the students were performing I interpreted all that was 
happening, sometimes the DLs just didn‟t have eye contact with the situation, and they 
were totally connected with the interpretation… DL2 only participated with a sentence 
written on a paper and showed it when the I indicated her to do so and DL1 just stood 
acting dead during the whole exercise (…)” 
 This excerpt demonstrates that there is interaction and participation but 
there is no literacy development.  Further research can be held in order to establish 
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how to make a role play activity more productive for a deaf learner in terms of 
language learning.  
6.1.3. Turning a listening activity into a reading activity promotes 
participation and interaction of the deaf. 
 Data from the field notes and the interviews to teachers and interpreter 
revealed how participation and interaction was fostered when turning a listening 
activity into a reading activity by giving them the transcripts of the listening audio to 
help them perform the reading comprehension task. I could notice that when the 
teacher gave the transcripts to the deaf learners, they were able to perform the 
same task as their hearing peers, fostering interaction and allowing their active 
participation in the activity. 
 The following is a sample that demonstrates how the facilitator turned a 
listening task into a reading task allowing the deaf learners‟ participation in the 
activity proposed. 
 (Field notes, September 7th, the facilitator introduces a book called “Famous 
Crime Stories” and encourages learners to prompt about what they can say about 
the book.  Then the facilitator tells learners that they must listen to the audio and 
write all the relevant information they can understand). 
T, I, DLs: “T gives a copy of the reading to DLs and gives them instructions through the I. 
While HLs are listening, I and DLs are just reading, it seems they understand as they are 
not looking in the dictionary. The T turned a listening task into a reading task”. 
 In the next sample, one of the interviewed facilitators mentions how one of 
his strategies, when using listening tasks, was turning them into reading activities 
for the deaf students. 
T: “(…) Now, obviously during the listening activity I had some things different, you know 
what I mean. So, I changed the activity and turned it into a reading activity. Besides, the 
students try to convey language through some signals and they showed such a good 
process for improving learning”. 
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6.2. Communicative practices that affected the communication and literacy 
development of the deaf. 
Some communicative practices were found not to be supportive with the 
inclusion of the deaf participants into the literacy learning process. I will describe 
those practices based on the communicative practices suggested by Stinson &Lui 
(1999), Tracz & Joly (2006), Powers (2002) and Dominguez (2008). 
6.2.1. White Moments 
  
During the process of observation I realized that there were many moments 
in the class when all the input that the DLs received approached in Sign Language 
and most of the output was produced in their second language, Spanish, indicating 
a white moment where the DLs were not in contact with the target language.   
English as a foreign language theory suggests that the Target language 
must be practiced as much as possible in order to achieve learning and then 
acquisition regarding the four skills of language learning.  In the case of the deaf 
learners, only writing and reading skills are to be developed and after analyzing 
data I discovered that most of the instruction given by the facilitator and most of the 
communicative interactions with the facilitator and hearing peers were held in sign 
language to the deaf students.  This phenomenon occurred due to the 
interpretation.  Which was the only channel implemented by the facilitator and 
hearing students at that moment to establish communication. 
The following excerpt shows how the input is received in CSL. 
(Field notes August 19th, T introduces the ground rules orally) 
“T introduces the ground rules orally for the class.  I is sitting backwards to the board and 
DLs are facing her.  The I is signing in CSL all that the T says (…)” 
In the following excerpt it is evidenced how Deaf learners‟ interactions with 
the teacher and hearing students was also held in CSL.   
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(Video recording September 6th, the teacher approaches to a group where 
DLs are preparing a role play with three hearing students) 
“The DLs and I are grouped with three HLs. T approaches and seems to give some 
instructions.  interpreted in CSL to DLs, and then a HL said something to the T which 
caused laughter. The T goes to another group. Then the DLs and I engage in SL 
conversation. There is no communication with the HLs for a while, suddenly, a HL asks 
something to the I and the I transliterates it to the DLs in CSL.  DL1 answers with use of 
CLS and I interprets it to the HL, the same kind of interaction continues for a while (…)” 
The prior excerpt also demonstrates how the communicative impediment 
stands a barrier for interaction. 
In the last excerpt, taken from the interview conducted to the interpreter 
participant; she implies that the lack of awareness of what deafness means, in 
terms of communication, does affect the learning performance of deaf students. 
Interviewer: “¿En cuánto a las clases de inglés, ha notado que los docentes sean 
conscientes de lo que implica la sordera en el proceso de aprendizaje de los estudiantes 
sordos? 
I: “Pues yo pienso que es muy poco aunque existen muchas voluntades. Aunque 
afortunadamente los muchachos han  estado con profesores que si no hacen adaptaciones 
o no están pues como muy pendientes en este proceso de buscar unas nuevas 
metodologías, han sido muy respetuosos con los muchachos sordos, no los han 
atropellado y han entendido que es una limitación y han querido aprender sobre la 
limitación”. 
 The prior excerpts demonstrate that when the interpreter is used as a 
communication mediator, there is no possibility to engage deaf learners with the 
target language as it supposes a translation from oral English to CSL or from CSL 
to Spanish.  Most of the times the facilitator engaged in communicative moments 
with the deaf learners with the mediation of the interpreter; this can be compared 
with an English teacher that gives instructions and explanations in the students 
mother tongue.  The repetition of white moments throughout the English course 
supposes a lack of awareness of what deafness and interpretation implies in the 
learning process of deaf. 
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6.2.2. Curriculum adaptations 
 Data from the lesson plan samples collected revealed that even though the 
planning can be the strongest ally to inclusion as mentioned by Tracz & Joly 
(2006), no adaptation or consideration of deaf‟s needs were done. 
Nevertheless, data from interviews conducted to the facilitators showed that 
some teachers who adapted planning, considering the deaf needs increased 
interaction and promoted learning.  
Interviewer: “When you planned your courses, did you take into consideration the deaf 
student‟s impairment? 
T: “Of course, I must keep it in mind and the focus as well and knowing what I have and all 
the things that deal with deaf students. Well, I have to change and adapt the English 
content to them in order to make them feel comfortable with it. Meanwhile, I like to make 
them interact in English which is a good way of learning to them”. 
Moreover, in the following excerpt, the interpreter participant expresses how 
during her different assistance to different English courses at the JAU, she was 
never invited to participate or contribute in a curriculum design or adaptation. 
Interviewer: “¿En cuánto a usted, ha sido usted invitada por algún docente a ayudarle con 
la planeación en alguna de las clases para facilitar el aprendizaje de uno de sus 
estudiantes sordos?” 
I: “No, no. En ningún momento pues porque uno va y hace su trabajo pero la gente no o los 
profesores no conocen el que uno sea docente también sino que uno es un acompañante 
solamente”. 
Interviewer: “¿Conoce de alguna asistencia metodológica, o pedagógica o de estrategias 
impartidas a los docentes en los programas sobre los cursos de Inglés para integrar a los 
estudiantes sordos de manera adecuada?” 
I: “Mmm que se haya dado anteriormente no. No, o sea no ha habido eso porque los 
estudiantes apenas están ingresando a la universidad. Yo pienso que son muy nuevos 
todavía y la universidad está apenas como adaptándose a ellos también. O sea es como 
una adaptación de parte y parte, entonces apenas están abriendo caminos”. 
In the previous finding, the interpreter participant expresses how the 
adaptation is a process that is just beginning as the deaf learners are just starting 
to enroll in the university. 
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7. DISCUSSIONS 
 
In the current study, results indicate that communicative practices such as 
using writing as a mean for communication, performing role play activities and 
using transcripts in order to incorporate deaf learners to the listening tasks are 
meaningful and significant practices that promote not only the inclusion but also the 
development of literacy skills in a regular English class.  On the other hand, some 
communicative practices that were not developed by the facilitator, such as having 
language awareness and doing curriculum adaptations hinder the possibilities for 
the deaf students to practice and develop the literacy skill under the perspective of 
inclusion.   
As for the implementation of writing as a mean for communication, 
promoting participation, interaction and communication with hearing peers; there 
are some aspects that must be considered such as the linguistic competence 
development suggested by Tovar (2000) and Henao (2010); where a deaf student 
that develops the linguistic competence in sign language is able to develop the 
linguistic competence in other languages. The results agree with Powers‟ findings 
(2002) which highlight the importance of creating an effective communication 
environment, which in the case of a Colombian deaf learner taking English class, 
not only supposes a guaranty for integration, by using writing as a media for 
communication and participation in a better way but also supposes a better 
practice and development of the literacy skill. 
On the other hand, regarding the implementation of role play activities in 
order to foster participation and interaction, the present study shows that even 
though sometimes the role activities didn‟t promote literacy development, there 
was social integration where deaf participants had the chance to make friends, and 
build close relationships with others in order to develop cooperative working and 
furthermore the role play activities created regular opportunities for deaf students 
to interact with hearing students. This finding confirms what Stinson & Antia (1999) 
asserts as a need of deaf learner to participate in social relationships with peers in 
order to build security, self-esteem and confidence to participate. These findings 
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also confirm what Powers (2002) suggests about the creation of regular 
opportunities for successful interaction between the deaf students and the hearing 
students provide an effective communication environment. 
The findings of this study also showed that instructional adaptations such as 
using transcripts in order to include the deaf learners into the listening tasks 
increased participation which in accordance with Stinson &Antia (1999) supposes a 
major component of academic success. This practice showed another beneficial 
implication as it promoted the development of the reading skill. Finally, this finding 
also ratifies what Tracz & Joly (2006) conceive as one of the best ways to 
incorporate inclusion in the regular classroom and is to always be willing to 
consider creative practices. 
The data collected showed that the constant use of the interpreter as a 
communicative mediator fostered CSL and Spanish, but not the target language in 
this case English. The communicative mediation was mainly a translation exercise, 
from English to sign language when the facilitator talked to deaf learners or gave 
instruction, and from sign language to Spanish when the Interpreter transferred the 
deaf learner‟s answers to the facilitator or other hearing participants of the class. 
This communicative practice corresponds to a translation method which is not 
recommended as a whole class method by the current communicative theories 
CEFRL (2001). Furthermore, the communicative approach suggests that 
communicative activities should foster a direct exposure to authentic use of 
language in L2 and highlights the importance of using L2 only for all classroom 
purposes CEFRL (2001).  The extensive use of mother tongue is the most 
criticized characteristic of the translation method.  As it could be evidenced in the 
findings, the facilitator‟s instruction and assessment was mostly given in CSL, due 
to the interpreter‟s mediation. Nevertheless, this finding also suggests a lack of 
awareness of the facilitator and interpreter as no changes were suggested to repair 
the communication impediment.  This finding is consistent to what Stinson & Antia 
(1999) reports from Griangreco et al. (1997) as how the interpreter can increase 
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the communication disruption by being too helpful with the deaf students and not 
providing any solution. 
Taking into consideration the prior arguments, it is a matter of concern how 
the occurrences of white moments in the communicative interaction with the 
hearing impaired students may affect the development of literacy skills in the 
foreign language. 
Finally, the results obtained confirm that no adaptation of planning nor 
syllabus was done, lowering the possibilities of the deaf participants to be included 
in the learning process.  These results are not consistent with what Dominguez 
(2009) considers relevant regarding curriculum adaptation as an inclusive practice 
that allows the facilitator to plan in ahead, what to teach deaf and how to teach it. 
Furthermore, these findings don‟t support the comments by Stinson & Antia (1999) 
in which an academic and social inclusion occurs when there is accommodation of 
the classroom environment and curriculum. In addition, According to the present 
study, English facilitators at FLI are not used to team work with the interpreters in 
order to develop a supporting and meaningful class planning for all the learners 
including the deaf.  This doesn‟t support the findings by Tracz & Joly (2006), who 
state that working together with those who interact in the learning process, creates 
less work, a more positive learning environment and a support system for the 
teacher involved. 
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8. INSTRUCTIONAL AND RESEARCH IMPLICATIONS 
The findings presented in the current study have important implications for 
teachers who have the challenge to teach deaf in inclusion or integration models.  
These findings propose different communicative practices that can develop the 
literacy overcome of deaf students included or integrated in regular English classes 
at a university stage. 
Based on the present study regarding the implementation of writing as a 
direct mean of communication with deaf without interrupting literacy development, 
it is suggested that the teacher uses this skill to interact with deaf students and 
encourages hearing students to interact as much as possible with the deaf learners 
through this media.  In addition, the teacher could take into consideration that 
instructions can be written on the board in order to avoid the interpreter‟s 
translation and in that way enhance the deaf learner‟s participation and learning 
achievement. Also, the teacher could research over teaching strategies and 
practices that enhance the use of the board and other means where written 
language can be used in order to implement them as communication mediators 
with the deaf students. 
In relation with the implementation of role play activities; this study suggests that 
this learning activity is a great instrument for deaf‟s integration and participation.  
Even though the role play activities can be interpreted as an integrating resource, 
there has to be awareness of how to make the activity meaningful in terms of L2 
learning.  Aspects like better use of the written channel, selecting the hearing 
students with higher writing proficiency to work with the deaf students in order to 
avoid the interpreter as the mediator of communication and setting a different 
environment where a written interaction can be performed. 
In accordance with the findings, we can say that any class activity that can 
integrate deaf learners to the class, as well as provide them access to literacy 
learning, is considered an ideal activity.  The results indicate that instructional 
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practice of providing transcripts of the audios when interacting in listening activities 
may achieve both the inclusion and literacy development of the deaf learners. 
The research illustrates how the interference of deaf‟s mother tongue can 
presume a lower access to academic achievement for the deaf learners and how 
the lack of awareness of the teacher and the interpreter in developing strategies 
that might repair the communicative disruption might infer in the academic 
achievement.  EFL facilitators should think of strategies that could prevent the 
constant appearance of white moments.  The research points out at writing as a 
possible solution for this communicative issue. Moreover, the EFL teacher and the 
interpreter could come into communicative agreements that could foster exposure 
of deaf learners the literacy skill of L2.  
This research suggests that in the case of including of integrating deaf 
students to a regular EFL class, the curriculum must be adapted in order to fulfill 
the social and academic achievement of this minority population.  Similarly, the 
facilitator should incorporate strategies and activities that increase deaf‟s 
participation and interaction in the lesson planning as well as adding class activities 
that could raise awareness of what is deafness and propose different 
communicative solutions in order to promote deaf‟s inclusion.  The results also 
suggest that team work between the facilitator and the interpreter can be beneficial 
for the deaf‟s learning process. 
Finally, this research is a small contribution to a field of study that is 
unexplored. Further research could be conducted on what methodological 
adaptations could facilitate the inclusion in EFL classrooms. What is more, new 
studies on the convenience of the communicative approach for deaf learners who 
can only develop written and reading skills can also provide important information. 
In addition, since the interpreter is a basic resource for the deaf learners, further 
research could be conducted over the implications of interpreters L2 proficiency. 
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9. CONCLUSIONS 
 
The present study aimed at reporting what communicative practices 
promoted and facilitated the learning of English literacy to deaf students taking 
English courses at the Jose Antonio University under an integration or inclusion 
model. 
The study was conducted concerning issues that hinder success in both 
inclusion of the deaf practices and literacy development. The findings obtained 
suggest that communicative practices such as using writing as a mean of 
communication, implementing role plays and using transcripts in order to include 
deaf learners into the listening tasks were implemented satisfactorily and promoted 
inclusion of the deaf and most of the times literacy development.   Additionally, the 
absence of communicative practices such as creating strategies that could foster 
L2 practice and adapting curriculum and lesson planning implied a minor literacy 
achievement for the deaf participants. 
 
In summary, facilitators of English as a Foreign Language can be provided 
with communicative practices for guiding and assessing deaf learners in inclusive 
setting throughout the EFL classrooms.  
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11. ANNEXES 
 
APPENDIX 1STANDARDS FOR THE NATIONAL BILINGUALISM PROGRAM 
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APPENDIX 2 
FRAGMENT DOCUMENT “ESTUDIANTES SORDOS EN LA UNIVERSIDAD” 
(2004) PAGE 9 
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APPENDIX 3 
 
FOREIGN LANGUAGE INSTITUTE – FLI 
Courses throughout the programs 
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APPENDIX 4 
 
 
UNIVERDAD TECNOLOGICA DE PEREIRA 
CONSEJO SUPERIOR 
A C U E R D O N o .O 6 
O 7 F E B 2 0 0 1 
Por medio del cual se crea el Instituto de Lenguas Extranjeras de la 
Universidad Tecnológica de Pereira . 
El CONSEJO SUPERIOR DE LA UNIVERSIDAD TECNOLÓGICA DE PEREIRA, en uso 
de sus 
atribuciones legales, y 
C O N S I D E R A N D O : 
Que el Consejo Académico fijó como requisito de grado para los estudiantes de pregrado 
de la 
Universidad, la suficiencia en el idioma Ingles con el propósito de facilitar al estudiantado 
el 
acceso a las oportunidades que la proficiencia en dicha lengua brinda en las actuales 
condiciones; 
Que se hace necesario adoptar un nuevo esquema de oferta del Ingles a través de un 
Instituto 
especializado en lenguas modernas, emulando las experiencias de otras universidades 
públicas 
para dar la necesaria flexibilidad en la vinculación de Docentes y Estudiantes a este 
proceso 
intensivo de aprendizaje del Ingles; 
Que el Consejo Superior encuentra conveniente la decisión del Consejo Académico y 
decidió la 
creación del Instituto de Lenguas Extranjeras en la sesión del día 19 de Diciembre de 
2.000; 
A C U E R D A : 
ARTICULO 1: Crear el Instituto de Lenguas Extranjeras de la Universidad Tecnológica de 
Pereira, 
según documento adjunto el cual forma parte Integrante del presente Acuerdo. 
ARTICULO 2: Autorizar a la administración para dar inicio a la operación del Instituto al 
que se 
refiere el presente Acuerdo, en la medida en que se cuente con las disponibilidades 
financieras y 
de acuerdo al crecimiento del Instituto. 
ARTICULO 3: La estructura, funciones, responsabilidades y manejo del Instituto de 
Lenguas 
Extranjeras se sujetará a lo previsto en el Proyecto preparado por el Departamento de 
Humanidades e Idiomas, que se anexa al presente Acuerdo como parte integrante del 
mismo. 
COMUNIQUESE y CUMPLASE 
Expedido en Pereira hoy, 07 FEB 2001 
LUIS FERNANDO GAVIRIA TRUJILLO CARLOS ALFONSO ZULUAGA ARANGO 
Presidente Secretario 
Consejo Superior Universitario Consejo Superior Universitario 
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APPENDIX 5 
 
INTERVIEW TO STUDENTS’ AFFAIRS OFFICE HEAD OF THE JOSE 
ANTONIO UNIVERSITY 
1. What are the functions of “Bienestar Universitario” in correlation to the impaired 
communities?  And specifically with hearing impaired students?  
 
2. What is the normativity (rights and obligations) for this minority community in the 
UTP? Where can we find them?  Are they aware of these laws? 
 
3. How many deaf students are there currently in the UTP? If not, where can we find 
this information? 
 
4. What is the rate of desertion of these students? What are the mayors known 
causes? 
 
5. What are the available resources and helps for deaf students? 
 
6. Are they aware of the existence of these resources? 
 
7. How many interpreters are there in the UTP? What are the established functions 
for the interpreters?  
 
8. Are teachers in the different faculties trained on appropriate methodologies for this 
minority group in their classes? 
 
9. Is there a special curriculum for the impaired students or not? If positive where can 
we find them? 
 
10. Are these students included in the English learning program of the UTP, 
specifically with the ILEX (Instituto de Lenguas Extranjeras)?  Do they follow the 
same process as normal students?    
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APPENDIX 6 
INTERVIEW TO INTERPRETER PARTICIPANT 
 
In Spanish due to interpreters level of English 
1. ¿Cuántos estudiantes no oyentes hay en la Universidad y en qué 
programas se encuentran, si lo recuerda? 
2. ¿Existe mucha o poca deserción de estudiantes sordos? En case de ser 
afirmativo, ¿cuál cree que es la causa de esta deserción? 
3. ¿Qué recursos físicos da la Universidad a los estudiantes sordos? 
4. ¿Cuántos intérpretes hay en la Universidad asistiendo a los no oyentes? 
5. ¿Conoce de alguna asistencia metodológica, pedagógica o de estrategias 
impartida a los docentes de los programas o de los cursos de inglés para 
integrar a los estudiantes sordos de manera adecuada? ¿Qué implicaciones 
cree que trae este aspecto a la formación profesional de los sordos? 
6. ¿En cuánto a las clases de inglés, ha notado que los docentes sean 
conscientes de lo que implica la sordera en el proceso de aprendizaje de 
los estudiantes sordos? ¿Qué implicaciones cree que trae este hecho en su 
aprendizaje? 
7. ¿Considera que la participación de las estudiantes sordos en las clases de 
inglés es alta, media o baja? ¿Por qué? 
8. ¿Considera que la interacción de las estudiantes sordos con el docente en 
las clases de inglés es alta, media o baja? ¿Por qué? 
9. ¿Considera que la interacción de las estudiantes sordos con los demás 
estudiantes en las clases de inglés es alta, media o baja? ¿Por qué? 
10. ¿Ha sido invitada por algún docente a ayudarle en la planeación de alguna 
de sus clases para facilitar el aprendizaje de los estudiantes sordos? 
Comente. 
11. ¿Considera que el nivel de integración y la participación de las estudiantes 
no oyentes con los demás estudiantes y con el docente puede inferir en su 
desempeño académico y social? 
12. ¿Cree usted que las estudiantes sordas han aprendido inglés escrito? 
¿Cómo puede evidenciarlo? 
13. ¿Es el inglés necesario o importante para ellas?  ¿Por qué? 
14. ¿Cuál de las siguientes estrategias del docente considera efectivas para la 
estudiante sorda aprender más? Agregue otras. 
 Usa imágenes 
 Da instrucciones rápido 
 Se dirige en forma escrita al no oyente para entablar conversación 
 Escribe las instrucciones en el tablero 
 Utiliza lengua de señas 
 Utiliza el video beam con frecuencia 
 Coloca películas sin subtítulos 
 Le asigna compañeros oyentes para que trabajen con ella. 
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APPENDIX 7 
 
INTERVIEW TO TEACHERS WHO HAVE FACILITATED ENGLISH COURSES 
TO D/HH STUDENTS WITH HEARING PEERS IN THE SAME CLASSROOM AT 
JOSE ANTONIO UNIVERSITY 
 
1. Do you remember the name of the D/HH students you had in your English 
course? (Name them) 
2. What was the course or the courses? 
3. When you planned your course or courses did you take into consideration the 
D/HH(s) presence in your group in terms of their hearing impairment? If so, what 
do you remember planning different for them? 
4. Do you have any proficiency in Colombian Sign Language or American Sign 
Language? 
5. In terms of learning, what do you think is the main difference between a D/HH 
student and a hearing student? 
6. In your experience, do you consider your D/HH student(s) could reach the same 
linguistic competences than the hearing peers? (Explain) 
7. What do you know about Inclusive classrooms? 
8. After having the experience, do you think the D/HH students should continue in 
the inclusive classroom setting or should there be a specialized course for them? 
(Explain) 
9. Can you please tell me, a meaningful teaching experience you had with your 
D/HH student(s)? 
10. What kind of special resources or methodologies did you apply in order to 
facilitate your D/HH student(s) learning? 
11. Do you think the interpreter could be a great help for the D/HH student(s) in the 
class in terms of triggering the target language? (Explain) 
12. What activities were more productive and meaningful for the D/HH learner(s)? 
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APPENDIX 8 
INTREVIEW TO THE DEAF PARTICIPANTS 
 
1. ¿Cree que el docente de inglés en sus actividades facilita la interacción 
entre usted y los otros estudiantes del curso? 
2. ¿Le gustan las actividades grupales? ¿Por qué? ¿Cuál sería el número 
ideal por grupo para usted? 
3. ¿Las temáticas que ha utilizado el docente de inglés le parecen fáciles de 
entender o difíciles? ¿Recuerda alguna que le haya dado dificultad? 
4. ¿Alguna vez le ha preguntado algún docente sobre los temas de que le 
gustaría tratar? ¿Cree que fue útil? 
5. ¿Ha sentido que está integrada al grupo; siempre, a veces, nunca? 
6. ¿Cree que el docente comprende y conoce de su discapacidad? 
7. ¿Además de usar el intérprete usted intenta utilizar otro medio de 
comunicación con los compañeros del grupo, como escribir, o utilizar 
lengua de señas?  
8. ¿Cuándo no logra comunicarse con un compañero oyente evita volver a 
comunicarse o lo intenta de nuevo? 
9. ¿Cómo considera que es su participación en los cursos de inglés; mucha, 
mediana, poca?  ¿Por qué? 
10. ¿Considera que ha aprendido inglés escrito? 
11. ¿De qué le ha servido el inglés para su carrera o para su vida? ¿Cree que 
le servirá en su vida profesional? 
12. ¿Le gustaría recibir inglés con solo estudiantes sordos? ¿Por qué? 
13. ¿Cuál de las siguientes estrategias del docente considera efectivas para 
usted aprender más? 
 Usa imágenes 
 Da instrucciones rápido 
 Se dirige a usted escribiendo para entablar conversación 
 Escribe las instrucciones en el tablero 
 Que utilice lengua de señas 
 Utiliza el video beam con frecuencia 
 Coloca películas sin subtítulos 
 Le asigna compañeros oyentes para que trabajen con usted 
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APPENDIX 9 
 
INTERPRETATION OF THE INTERVIEW TO BEATRIZ BEJARANO, EX 
PRINCIPLE OF THE “ESCUELA DE LA PALABRA” AND EXPERT ON D/HH 
LEARNING. 
 
1. ¿Cuál fue su labor en la escuela de la Palabra? 
2. ¿En esa experiencia usted fue conocedora del trabajo de aula inclusiva, en qué 
consistía? 
3. ¿Cree usted que el caso de los no oyentes, el aula inclusiva en beneficiosa para 
el proceso de aprendizaje? ¿Qué pros y que contras podría mencionar? 
4. ¿Qué aspectos metodológicos y estrategias debería tener en cuenta un docente 
que se enfrenta a un aula inclusiva? 
5. ¿En su experiencia en la escuela de la palabra, cree usted que los no oyentes 
pueden aprender a leer y escribir una lengua extranjera como lo es el inglés? 
6. ¿Qué dificultades podría afrontar en este proceso un no oyente? 
7. Ahora que muchos no oyentes quieren continuar sus estudios hasta la 
universidad. ¿Cuáles cree que son las fortalezas y las debilidades de los no 
oyentes al ingresar a este nivel académico? 
8. ¿Cree que el inglés es importante en la vida profesional de un no oyente?   
9. ¿Cómo cree que debería ser una clase de inglés para no oyentes? 
 
